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Abstract
Brasfield, Michelle Welch. EdD. The University of Memphis. August, 2015.
Wellness as a Mitigating Factor against Burnout for Public School Teachers. Major
Professor: Dr. Chloё Lancaster.
The incidence of teacher stress and burnout has been researched for many years in
various geographic areas and populations. In more recent years, wellness has been
proposed as a mitigating factor in reducing the incidence of burnout in the education
profession. Wellness involves a holistic approach in determining the positive coping
skills and practices that an individual utilizes across all life areas. Research to determine
if there is a relationship between burnout and specific wellness practices may provide
educational leaders with methods to assist teachers in lowering the occurrence of burnout.
The professional school counselor is one educational leader who may assist teachers in
reducing burnout and increasing wellness through primary, secondary, and tertiary
interventions. For this study, 107 teachers in a small district in West Tennessee
completed the Maslach Burnout Inventory-Educator Survey (MBI-ES; dependent
variable), the Five-Factor Wellness Inventory (5F-WEL; independent variable), and a
demographic survey (control variables). The MBI-ES measures burnout across three
dimensions: emotional exhaustion, personal accomplishment, and depersonalization.
Results of the survey indicated that on average, teachers reported a moderate amount of
emotional exhaustion, low levels of reduced personal accomplishment, and low
occurrence of depersonalization. The 5F-WEL provides a score for total wellness which
is comprised of subscales: creative self, coping self, social self, essential self, physical
self, context, and life satisfaction. For this study, total wellness was found to have a
significant influence on two burnout dimensions: emotional exhaustion and personal
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accomplishment. The control variables (age, years in educational field, and grade level
taught) did not have a significant relationship with any of the burnout dimensions. In
examining the specific wellness factors related to burnout, the physical self was
negatively related to emotional exhaustion, and the creative self was positively related to
personal accomplishment. Furthermore, these results are discussed regarding the
implications for teachers, school counselors, other stakeholders, and suggested future
research.
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Chapter 1: Introduction
Overview
The United States Department of Education (2012) reports educational trends in
order to inform all stakeholders of the state of education in our nation. The most recent
statistics demonstrate that teacher satisfaction is currently the lowest that it has been in 20
years, and almost half of all new teachers will leave the profession within their first five
years of teaching (U.S. Department of Education, 2012). Additionally, results of a recent
survey indicate that approximately one-third of teachers plan to terminate employment in
K-12 schools within the next five years (U.S. Department of Education, 2012). Because
of the negative association of teacher attrition upon student achievement (Ronfeldt, Loeb,
& Wyckoff, 2013), educational leaders must identify factors that contribute to job
dissatisfaction as well as preventative measures and methods of implementing these
interventions in school environments. This study examines wellness as a mitigating factor
that may protect teachers from professional disenchantment. The implications of this
study may provide direction for school leaders in the identification and provision of
interventions and programs to support teacher perseverance over time.
Teacher Stress
The presence of low job satisfaction in the teaching profession is related to
occupational stress which often results in low levels of physical health and psychological
well-being (Johnson et al., 2005). Stauffer and Mason (2013) divided the causes of
teachers’ reported stress into personal variables and five professional factors. The
professional factors relate to contexts in the macro to micro educational environments:
(1) structure of politics and education, (2) instructional demands, (3) student
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characteristics, (4) parent and family factors, and (5) school climate (Stauffer & Mason,
2013). The incidence of teacher stress also adversely affects students, the school climate,
and the educational process due to its association with increased student misbehavior, the
loss of positive student-teacher relationships, and lowered educational achievement
(Klem & Connell, 2004; Yoon, 2002).
Teacher Burnout
These inherent stressors associated with school settings can create oppressive
conditions for teachers and may result in burnout, a condition that typically underscores a
teacher’s decision to leave the profession (Maslach, Schaufeli, & Leiter, 2001).
Freudenberger (1974) was the first to define the construct of burnout in human services
as the loss of energy and ability to perform in various areas of life because of symptoms
that can negatively affect behavior, health, relationships, and attitudes. Teacher burnout
has been connected with decreased job satisfaction, increased absences, and attrition
(Maslach et al., 2001). Given the association between burnout, career performance,
persistence, and student outcomes, it is pertinent to examine the mitigating factors that
alleviate or protect teachers from experiencing job-related burnout.
Mitigating Factors
Findings from studies focused on establishing factors that decrease stress have
identified work environment (Montgomery & Rupp, 2005; Shernoff, Mehta, Atkins, Torf,
& Spencer, 2011; Stauffer & Mason, 2013), personality characteristics (Jepson & Forrest,
2006; Montgomery & Rupp, 2005; Sünbül, 2003; Tait, 2008), coping mechanisms
(Montgomery & Rupp, 2005), and social support (Burchielli & Bartram, 2006) as
influential variables. Several of the aforementioned factors such as teaching environment
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and personal traits are considered to be immutable or difficult to alter through individual
agency (Jepson & Forrest, 2006; Maslach et al., 2001). Consequently, researchers have
directed their attention toward understanding the dynamic practices that may safeguard
against stress and ultimately burnout such as mindfulness programs (Lantieri, Kyse,
Harnett, & Malkmus, 2011) and resilience training (Burchielli & Bartram, 2006).
Researchers have found that individual practices may increase job satisfaction in the
absence of organizational change and in this respect present an intriguing addition to
inquiry (Griva & Joekes, 2003; Kittel & Leynen, 2003; Pascual, Perez-Jover, Mirambell,
Ivanez, & Terol, 2003; Sann & Goethe, 2003). Due to the ways in which the physical,
mental, emotional, and social aspects of burnout affect the entire individual, it is a
reasonable conjecture that a comprehensive set of strategies would be more beneficial
than a singular intervention. A holistic approach to wellness would involve an
examination of a myriad of factors and provide practical methods to deliver
comprehensive interventions to all facets of the individual.
Wellness
For this study, I will examine the presence of wellness as a mitigating factor
against burnout for pre-K through 12th grade public school teachers. Despite the promise
of wellness as a set of practices for reducing burnout, one issue worth noting is that
wellness is a nebulous construct for which there exists no universally agreed upon
definition (Roscoe, 2009). Thus, researchers have defined wellness as being a
multidimensional paradigm that involves many factors and dimensions (Hattie, Myers, &
Sweeney, 2004). Indeed, many researchers have suggested that the body of knowledge
could be enhanced by conducting further studies that focus on determining the specific
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wellness practices that are associated with the reduction of stress and burnout among
teachers (Curry & O’Brien, 2012; Griva & Joekes, 2003; Kittel & Leynen, 2003; Maslach
et al., 2001; Pascual et al., 2003; Sann & Goethe, 2003). If specific wellness practices are
associated with reduced incidence of burnout among teachers, teachers may benefit from
the implementation of strategies to increase wellness (Curry & O’Brien, 2012).
Statement of the Problem
Unmitigated stress in the teaching profession may lead to burnout, an allencompassing phenomenon that affects the individual in entirety (Freudenberger, 1974;
Maslach et al., 2001). Burnout is a multi-tiered factor that creates detrimental
consequences not only for the individual teacher but also the educational environment
and ultimately the students’ attainment of educational goals (Lantieri et al., 2011;
Maslach et al., 2001). A determination of the factors that protect teachers from burnout is
necessary due to the exhaustive effects that teacher burnout can create for the individual,
the school environment, and the learning process (Hughes & Kwok, 2007; Klem &
Connell, 2004; Yoon, 2002).
Justification for the Study
Research need. The incidence and causes of burnout among teachers have been
examined, but less is known of the protective factors that may safeguard teachers from
the leveling effects of burnout on professional functioning (Maslach, Jackson, & Leiter,
2010). Researchers have suggested that wellness practices may reduce the incidence of
burnout (Sann & Goethe, 2003). However, the majority of research on teacher wellness in
relation to burnout does not fully explore the construct (Kittel & Leynen, 2003).
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A comprehensive view of wellness measures the construct across multiple areas of
wellbeing and contexts (Roscoe, 2009).
School counselor’s role. The school’s leadership team is tasked with promoting
the educational performance of all students through ensuring high quality teaching within
a safe and comfortable environment and observance of local, state, and federal mandates
for student instruction and achievement. The professional school counselor is one
educational leader that can contribute to the process by providing services to all
stakeholders in order to improve student achievement through counseling, consultation,
and collaboration (ASCA, 2005). School counselors assist students through direct
services as well as indirectly impact students through the consultation and collaboration
services that they provide to teachers (ASCA, 2005). Typically, the services that school
counselors provide to teachers deal with student-centered issues such as concerns with
academics, behavior, and socio-emotional issues (ASCA, 2005). However, researchers
have suggested that school counselors may be able to deliver assistance to students
through the provision of teacher-centered services (Clemens, 2007; Hawes, 1989).
According to the American School Counselor Association, school counselors have the
legal and ethical responsibility to ensure that all students have access to a quality
education (ASCA, 2010). To accomplish this mission, school counselors may serve as an
advocate for wellness practices for educators (ASCA, 2010).
Purpose of the Study
The purpose of this study is to examine teachers’ reported wellness factors and
burnout levels in order to determine if a relationship exists between the presence of
wellness practices and a decreased incidence of burnout. If an association is found

5

between burnout and wellness, specific practices can be encouraged by educational
leaders with assistance provided by school counselors in order to reduce the incidence of
burnout and its negative effects on teachers, students, and the school environment
(Hughes & Kwok, 2007; Klem & Connell, 2004; Yoon, 2002).
General research question and hypothesis. The following overarching research
question guides the study: Does a relationship exist between the occurrence of burnout
and the presence of specific wellness practices among public school teachers? The
general research hypothesis is that there exists a negative relationship between wellness
measurements according to the Five Factor Wellness Inventory (5F-WEL) and burnout
dimensions according to the Maslach Burnout Inventory-Educator Survey (MBI-ES) for
public school teachers. For this study, teachers with more wellness practices are
hypothesized to report lower burnout symptoms.
Significance of the Study
Teacher burnout has been associated with elevated levels of teachers’ vocational
frustration (Johnson et al., 2005; Maslach et al., 2001). Decreasing burnout among
teachers may create a more positive school climate, improved discipline, and higher
student achievement (Klem & Connell, 2004; Yoon, 2002). By identifying and reducing
factors that prevent teacher attrition and job dissatisfaction, school leaders can directly
impact the educational process (Ronfeldt et al., 2013). An examination of wellness
practices that are present in individuals with reduced occurrence of teacher burnout may
provide educational leaders guidance and specific areas of focus in the development of
programs to assist teachers who are overwhelmed by their job responsibilities, students’
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behavior, or other aspects of their professional or personal lives (Griva & Joekes, 2003;
Kittel & Leynen, 2003; Lantieri et al., 2011; Pascual et al., 2003; Sann & Goethe, 2003).
Definition of Terms


Stress is the strain and changes that the body experiences through use and becomes of
issue when an individual is unable to meet the expected demands and pressures
(Selye, 1956).



Burnout is the impairment of professional and/or personal functioning that occurs
when an individual experiences a large amount of stress and does not have adequate
coping skills, resources, or support in dealing with the stress in a beneficial manner
(Freudenberger, 1974).



Emotional exhaustion is the occurrence of overwhelming fatigue due to emotional
stress (Maslach et al., 2010).



Personal accomplishment is the positive feelings and thoughts one obtains from
adept professional performance (Maslach et al., 2010).



Depersonalization is emotional removal or distancing of self from others (Maslach et
al., 2010).



The World Health Organization in 1967 defined wellness as wellbeing in three areas:
physical, social, and mental (Roscoe, 2009). Over time, the concept of wellness
expanded to include more areas: spiritual, emotional, and intellectual (Lafferty, 1979)
and psychological, occupational, and environmental (Roscoe, 2009).
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Chapter 2: Literature Review
Overview
The purpose of this literature review is to discuss the relevant research in four
areas. First, an examination of teacher job dissatisfaction and attrition explores the
current state of the vocation as well as the projected outlook (Johnson et al., 2005).
Second, a synthesis of the vocational and personal factors that have been found to
underscore the phenomena of teacher stress leads to an examination of how burnout
exerts a deleterious effect at the individual, instructional, and student levels (Stauffer &
Mason, 2013). Third, an exploration of the construct of wellness and a review of research
supporting wellness as a protective factor that may buffer teachers from the incidence of
burnout indicates the possible need for these practices (Curry & O’Brien, 2012). Finally,
a discussion of teacher-centered services with the goal of reducing burnout and increasing
wellness practices provides methods of intervention by the school counselor (Curry &
O’Brien, 2012; Moracco & McFadden, 1982: Ray, 2007). Through these services, the
school counselor’s goal would be to indirectly impact the school environment, studentteacher relationships, and student achievement, the ultimate goal of the educational
system (Hughes & Kwok, 2007; Klem & Connell, 2004; Yoon, 2002).
Teacher Attrition Trends
The teaching profession has been ranked as one of the highest stress-related
careers (Johnson et al., 2005) which may explain the low job satisfaction and high rate of
teacher attrition (Maslach et al., 2001). Recent surveys report disturbing statistics in the
educational field. The United States Department of Education (2012) reported that almost
half of all teachers leave the profession within their first five years of teaching. In 2011,
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The National Center for Education found that one-third of the surveyed teachers did not
plan on teaching in K-12 schools within the next five years (U.S. Department of
Education, 2012). The MetLife Survey of American Teachers found that teacher
satisfaction is the lowest that it has been in 20 years with only 44% of teachers reporting
that they were very satisfied with their job (U.S. Department of Education, 2012). These
startling statistics warrant an examination of the possible causes of these trends.
The Elementary and Secondary Education Act of 1965 (ESEA, 1965) began the
era of the accountability movement in education; however, teachers’ responsibility for
student achievement has increased continuously over time (Thomas & Brady, 2005).
Since 2001 with the passage of the No Child Left Behind Act (NCLB, 2002), schools
have been evaluated based on the number of students who meet benchmark goals on state
mandated assessments (Thomas & Brady, 2005). Beginning in 2010 with Race to the
Top, states have begun to implement merit-based incentives or punitive actions
dependent on individual teacher evaluations and their students’ standardized test scores,
including students with documented disabilities (TN Department of Education, 2013;
Wesson, 2013). The change in teacher pay scales from the traditional method based on
educational level and years of experience to a merit-based paradigm has been theorized to
cause moral and social dilemmas resultant from professional rivalry and pressure to
achieve (Brevetti, 2014). Although causal attributions cannot be inferred, there appears to
be a trend of increased teacher attrition and job dissatisfaction that is parallel to the
passage of legislation and increased accountability measurements (Burchielli & Bartram,
2006; Sass, Flores, Claeys, & Pérez, 2012). These possible effects from the increase in
teachers’ accountability indicate an intriguing area of research to determine how the
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current educational trends may impact the levels of stress and burnout experienced by
teachers in today’s society.
Sources of Teacher Stress
Although a wide body of international research exists that provides evidence that
teacher stress is a common and expected occurrence (Jepson & Forrest, 2006; Maslach et
al., 2001; Shernoff et al., 2011), there is a deficiency of awareness and understanding to
the full extent of the phenomenon (Roscoe, 2009). The accountability movement that has
impacted teachers in the United States is prevalent across other westernized societies
(Burchielli & Bartram, 2006; Jepson & Forrest, 2006). Thus, in international contexts
teachers have cited the pressure for students to succeed on annual standardized
assessments as a primary source of job related anxiety (Burchielli & Bartram, 2006;
Jepson & Forrest, 2006; Sass et al., 2012; Shernoff et al., 2011; Stauffer & Mason, 2013).
Moreover, expectations of teacher performance extend beyond the provision of a
standardized curriculum and associated assessments in both domestic and international
settings (Brevetti, 2014; Klem & Connell, 2004; Velea & Farca, 2013). Additional
pressures have included the expectations that teachers provide instruction in moral and
ethical behavior (Velea & Farca, 2013), protect students and provide security in crisis,
build warm relationships with students, and communicate with all stakeholders (Brevetti,
2014; Klem & Connell, 2004).
The large amount of international research discussed in this paper demonstrates
that teacher stress is a widespread occurrence that has been researched throughout the
world for over forty years (Farber, 1983; Freudenberger, 1974; Johnson et al., 2005;
Kyriacou & Sutcliffe, 1978; Montgomery & Rupp, 2005). Researchers have discussed the
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occurrence of teacher stress according to population density of area (Oakes, Lane,
Jenkins, & Booker, 2013), students’ factors and family relationships (Stauffer & Mason,
2013), teachers’ personal and demographic characteristics (Sass et al., 2012), and
political and educational elements (Sass et al., 2012; Stauffer & Mason, 2013). These
numerous variables work in conjunction to determine the levels of stress that teachers
experience.
Population density of area. In reviewing the literature on teacher stress
differences based on population density (urban, rural, and suburban), studies seem to
indicate that job related stress is unevenly distributed between rural and urban
populations (Abel & Sewell, 1999; Reglin & Reitzammer, 1998). Findings from previous
research demonstrate that teachers from urban schools reported that they experience the
greatest amount of stress, followed by a moderate amount for rural teachers, and a lower
amount for suburban and small town teachers (Reglin & Reitzammer, 1998). In
examining the specific sources of teacher stress, urban teachers displayed more stress
reactions to poor working conditions and poor staff relations than rural educators, while
there was not a significant difference between stress reactions due to time pressures (Abel
& Sewell, 1999). However, given the small number and age of the research, it is not
possible to conclude that these findings would have practical implications for today’s
school populations. The preponderance of recent research in the United States
characterizes the populations under study as urban, inner city, or metropolitan (Griva &
Joekes, 2003; Hughes & Kwok, 2007; Klem & Connell, 2004; Lantieri et al., 2011;
Shernoff et al., 2011; Stauffer & Mason, 2013; Yoon, 2002). Many researchers argue that
high density areas experience more stress reactions than teachers in rural areas (Crocco &
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Costigan, 2007; Shernoff et al., 2011; Stauffer & Mason, 2013; Yoon, 2002); however,
the focus on inner city and urban areas limits the understanding of teachers in rural
settings. Subsequent to NCLB (2002) teachers in the United States have been held to a
unilateral expectation related to student performance, which has been associated with
increased stress and occupational dissatisfaction (Burchielli & Bartram, 2006; Sass et al.,
2012). Because both urban and rural educators are uniformly encumbered by the
pressure of high stakes testing, it would be reasonable to conjecture that rural school
teachers may now encounter occupational stress at similar levels to their urban
counterparts. Given the gap in knowledge, more research is needed to determine if rural
and urban educators differ in their experiences and manifestation of stress reactions.
Students’ factors and family relationships. Researchers have found a
relationship between teachers’ reported incidence of stress with certain student and
family characteristics (Burchielli & Bartram, 2006; Curry & O’Brien, 2012; Harrell,
Leavell, van Tassel, & McKee, 2004; Shernoff et al., 2011; Stauffer & Mason, 2013;
Velea & Farca, 2013). Teachers have cited diversity of student capability and the effects
of student poverty as a major source of their stress (Burchielli & Bartram, 2006; Curry &
O’Brien, 2012; Shernoff et al., 2011; Stauffer & Mason, 2013). Teachers also cited
student behavioral concerns such as discipline, disobedience, and negative attitude as
detrimental to their job satisfaction (Burchielli & Bartram, 2006; Harrell et al., 2004;
Shernoff et al., 2011; Stauffer & Mason, 2013). Students’ parents, guardians, and family
members may influence the manifestation of teacher stress when there exists a deficiency
of support, incongruent expectations, and conflictual communication (Curry & O’Brien,
2012; Harrell et al., 2004; Stauffer & Mason, 2013). These conflicts between school and
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family may become even greater in the event of a discrepancy between views of what is
considered as appropriate behavior (Velea & Farca, 2013). Negative relationships
between teachers and the population they serve are detrimental to job satisfaction and
increase levels of teacher stress.
Teachers’ personal and demographic characteristics. Teachers’ experiences
and reactions to stress can be influenced by various demographic and personal variables
(Hughes, 2006; Jepson & Forrest, 2006; Sass et al., 2012). The influence of gender has
varied depending on the population under study. Although previous findings were that
women experience the detrimental effects of stress more than men (Griffith, Steptoe, &
Cropley, 1999), more recent research has found no gender differences (Jepson & Forrest,
2006) and even that men were more affected by the occurrence of attrition (Sass et al.,
2012). Younger teachers, especially those under 29 years old, have been found to
experience greater levels of stress, especially as compared to those over 50 years old
(Hughes, 2006). Researchers have found that personality variables may affect the level of
stress that teachers experience in that those with Type A behaviors (Jepson & Forrest,
2006) or lack perceived self-efficacy (Hughes, 2006; Yoon, 2002) have reported high
incidence of stress reactions. These personal and demographic characteristics work in
conjunction to influence teachers’ reactions to vocational stress.
Multiple role demands. Teachers experience a large amount of occupational
demand without the proper resources to handle the requirements (Burchielli & Bartram,
2006; Shernoff et al., 2011; Torres, Lawver, & Lambert, 2009). Teachers have cited a
multitude of vocational sources of their stress such as paperwork, deadlines, overtime,
and lack of private time (Torres et al., 2009); lack of preparation and multiplicity of roles
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(Shernoff et al., 2011); and lack of resources (Burchielli & Bartram, 2006). Teachers’
stress outcomes according to grade level placement have been ambiguous; older research
has found that elementary teachers experience more stress (Griffith et al., 1999) while
newer research has found no difference based on grade level (Hughes, 2006). However,
when comparing high-demand areas such as middle and high school STEM (science,
technology, engineering, and math), ESL (English as a Second Language), and foreign
language classes with low-demand subjects, high-demand area teachers have been found
to experience more attrition, likely due to the stress of high-stakes testing and the
importance of achievement in these disciplines (Sass et al., 2012).
Impact of Stress on Individual
A limited amount of stress can be beneficial to an individual’s performance in that
a moderate level of stress, or arousal, produces an optimal level of performance while a
low or high level of stress produces a decrease in performance (Yerkes & Dodson, 1908).
Additionally, high levels of stress may lead to detrimental physiological and
psychological effects (Lazarus, 1966; Selye, 1956). Selye (1956) developed the construct
of stress and described how stress can affect an individual’s physiological systems:
(1) events or conditions occur that create a state of arousal, or alarm, upon an individual;
(2) preconditioned personal factors impact the influence of the stressor upon the
individual such as resistance or coping; (3) stress occurs in the individual and is
assimilated through the process referred to as the general adaptation syndrome (GAS);
and (4) the individual’s response to the stress may be distress or management. The
individual’s responses during stage three, GAS, are of paramount importance in
determining how the stress will be managed (Selye, 1956). The general adaptation
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syndrome explains how personality factors and characteristics as well as the presence or
absence of coping mechanisms affect how well stress is managed.
Lazarus (1966) further expanded the research area of the effects of stress on
individuals and included specific psychological and physiological reactions:
(1) emotionality including fear, aggression, anger, depression, and anxiety; (2) the
occurrence of bodily responses such as tics, tremors, and even behaviors such as
approach and avoidance; (3) altered cognitive capability including impaired thought
patterns, decision making, and problem solving; and (4) changes in hormones and
neurotransmitters that affect brain functioning. Lazarus also discussed the presence of
individual characteristics that influence the interpretation of stress including belief
systems, personality traits, ego strength, and motivation. Kyriacou and Sutcliffe (1978)
operationalized a model of teacher stress as a reaction to beliefs that there exists a threat
to self-esteem or wellbeing due to appraisal of potential and actual stressors and the use
of coping mechanisms to assist in lessening the impact of stress. These explanations of
stress included an expanded view of stress factors but still focused primarily on the
individual (Kyriacou & Sutcliffe, 1978; Lazarus, 1966).
Moving away from an individual viewpoint and expanding the construct of stress
as impacted by other variables, Lazarus and Folkman (1984) explained a transactional
model of stress and coping in which an individual’s personal factors interact with the
environment and influence the interpretation and management of the stressful event. In
viewing teacher stress through the transactional model (Lazarus & Folkman, 1984), the
interpretation of the previously discussed sources of teacher stress (Jepson & Forrest,
2006; Klem & Connell, 2004; Maslach et al., 2001; Shernoff et al., 2011; Velea & Farca,
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2013) are impacted by the teacher’s personality factors (Hughes, 2006; Jepson & Forrest,
2006; Yoon, 2002) as well as other stressors and interactions within the environment
(Burchielli & Bartram, 2006; Shernoff et al., 2011; Torres et al., 2009).
Relationship between Burnout and Stress
The presence of multiple stressors without the existence of the necessary coping
skills to alleviate stress often leads to burnout (Maslach et al., 2001). Freudenberger
(1974) was the first to define the construct of burnout in human service professionals as
the loss of energy and ability to perform in various areas of life because of symptoms that
can negatively affect behavior, health, relationships, and attitudes. The presence and
effects of occupational burnout among human service workers have been researched for
many years (Freudenberger, 1974; Maslach et al., 2001). Teaching is one occupation
under the umbrella term of human service workers which also includes police officers,
social services workers, medical personnel, and counselors (Johnson et al., 2005).
Burnout is a complex concept with many facets that can affect an individual’s life in a
multitude of areas and levels.
In addition to Freudenberger (1974), several other seminal works in the field of
burnout are still relevant in understanding the development of the construct. Edelwich
and Brodsky (1982) further developed the construct of burnout by explaining four stages
of progression: enthusiasm, stagnation, frustration, and apathy. Teachers who enter the
field as enthusiastic and idealistic with unrealistic goals and expectations are most likely
to experience burnout (Edelwich & Brodsky, 1982). According to Forney, WallaceSchutzman, and Wiggers (1982), burnout can also be measured by three levels: activity,
state, and trait. Activity based burnout is focused on a particular action, state based
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burnout occurs periodically, and trait based burnout influences every part of the worker’s
life and requires immediate intervention (Forney et al., 1982). Another measurement of
burnout, the Maslach Burnout Inventory (MBI) measures burnout across three
dimensions: emotional exhaustion, personal accomplishment, and depersonalization
(Maslach et al., 2010). Emotional exhaustion is the presence of extreme fatigue due to
stress, personal accomplishment is the belief of vocational achievement, and
depersonalization is emotional disengagement from service recipients (Maslach et al.,
2010). The researchers developed, modified, and validated the MBI over a period of
approximately eight years through factor analysis of preliminary survey results from two
separate samples (Maslach et al., 2010). These foundational works in burnout among
human service workers provide a rationale for specifically focusing on how burnout
affects teacher populations.
Incidence of Burnout in Teacher Populations
Research has indicated that the occurrence of burnout is associated with risk
factors that increase susceptibility. Teachers who are young, new in their careers,
unmarried, and without children are affected the most by burnout (Maslach et al., 2001;
Sezer, 2012). Teachers in this demographic category may have a deficiency of methods
to lessen the effects of stress such as coping skills and social support. However, teachers
with more advanced levels of education are also at risk of experiencing elevated levels of
stress and burnout which may be due to an increase in responsibilities or the personality
characteristics inherent in individuals who seek higher education degrees (Sezer, 2012).
Researchers discussed the incidence of reported teacher burnout in two middle
schools in a southern area of the United States at the end of the school year (Oakes et al.,
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2013). Findings from this study indicate that teachers reported a moderate level of
emotional exhaustion but low levels of reduced personal accomplishment and
depersonalization (Oakes et al., 2013). These results provide additional support to other
research findings that the presence of emotional exhaustion is the first detrimental effect
that stress has upon an individual (Maslach et al., 2010). Since the researchers
administered the Maslach Burnout Inventory (MBI) at the end of the year, pretest data
may have determined how the year’s experiences affected the teachers’ level of burnout.
Also, the study reported that there was not a significant difference in average burnout
levels between the schools, one urban and one rural (Oakes et al., 2013), which supports
the findings of earlier research that both groups report similar symptoms of burnout (Abel
& Sewell, 1999).
Effects of Stress and Burnout on Teachers and Students
Teachers have reported that stress causes physical and psychological symptoms,
strained personal relationships, and decreased work performance (Shernoff et al., 2011).
When teachers experience stress without appropriate methods to handle the stress,
burnout may result (Maslach et al., 2001). Teacher burnout leads ultimately to decreased
job satisfaction, increased absences, and attrition (Maslach et al., 2001). When teachers
are absent, students’ educational attainment is threatened due to limitations in a substitute
teacher’s knowledge of the instructional material and breaches in curriculum delivery
(Harrell et al., 2004). Teacher attrition is very concerning and affects not only the
individual’s employment but also the pool of qualified educators that may be available to
provide quality instruction to the children and youth of the future (Boe & Cook, 2006;
Ronfeldt et al., 2013; U.S. Department of Education, 2012).
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The ultimate goal of the teaching profession and educational process by definition
is to function for the benefit of the student population. Teacher stress and burnout
endanger this objective, as the experience of emotional exhaustion, reduced feelings of
personal accomplishment, and depersonalization (Maslach et al., 2010) may impair a
teacher’s ability to maintain the student-teacher relationship, establish a high quality
learning environment, and effectively disseminate the requisite curriculum (Klem &
Connell, 2004; Yoon, 2002). The relationship between teachers and students is
instrumental to the educational process in that teachers perceived as supportive and
compassionate have been found to have students who were more engaged and attained
higher levels of achievement (Hughes & Kwok, 2007; Klem & Connell, 2004). Although
researchers have proposed that it is inherent in the nature of teachers to desire to create
and maintain positive interactions and connectedness with their students (Split, Koomen,
& Thijs, 2011), teacher stress and burnout directly impact these positive relationships
(Klem & Connell, 2004; Yoon, 2002). The occurrence of teacher burnout is detrimental
to these important positive student-teacher relationships because teachers who experience
burnout may manifest symptoms of depersonalization and emotional exhaustion
(Maslach et al., 2001). Teacher stress has been shown to have a cyclical relationship with
student misbehavior and the loss of positive relationships; teachers with high stress levels
reported more negative relationships with students which created more discipline issues
and in turn further increased the stress level of the teachers (Yoon, 2002). These studies
demonstrate the need to decrease teacher stress because a high level of teacher stress is
likely to be detrimental to student relationships, which may in turn negatively affect
students’ academic attainment.
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Teachers’ behaviors when they are burned out may be more evident to students
than educators would have anticipated. In a very unique study, Tatar and Yahav (1999)
surveyed 297 Israeli 10th grade students regarding their perceptions of the presence of
teacher stress and burnout and how the occurrence can be handled by the students,
teachers, and administrators. Students reported teachers’ behaviors that could be
classified as examples of emotional exhaustion as the main evidence of teacher burnout
(Tatar & Yahav, 1999). Again, these findings support the theory of the progression of
burnout in that emotional exhaustion is theorized to be the first effect of burnout that is
manifested in an individual (Maslach et al., 2010). Fifty percent of the students reported
that they believed that at least half of their teachers were burned out. Forty-two percent of
the students reported that they coped with perceived burnout behaviors through positive
interactions with teachers, while the remainder used reactions such as complaining to
parents or administrators, passive coping, or negative interactions with teachers (Tatar &
Yahav, 1999). Only positive interactions would provide a beneficial response; all others
may negatively affect the student-teacher relationship as well as create issues in the
school environment (Tatar & Yahav, 1999). Although a length of time has passed since
this research study, the findings demonstrate that teacher burnout affects students and the
educational process in addition to the direct effects that it imparts upon teachers.
Mitigating Factors against Stress and Burnout
Although a large amount of research exists on the incidence of stress and burnout
among teachers, more research is needed in determining the mitigating factors that
decrease or manage teacher stress and ultimately burnout (Maslach et al., 2010). Factors
that researchers have found to assist in ameliorating the effects of stress and burnout can
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be divided into work environment characteristics (Shernoff et al., 2011; Stauffer &
Mason, 2013), personal characteristics and practices (Burchielli & Bartram, 2006; Tait;
2008), and coping mechanisms such as social support (Jepson & Forrest, 2006;
Montgomery & Rupp, 2005). This information has been used to implement programs to
attempt to improve the occurrence of mitigating factors in teacher populations (Burchielli
& Bartram, 2006; Lantieri et al., 2011).
Work environment characteristics. Teachers have suggested institutional
elements such as additional resources for teachers, students, and parents; professional
development in dealing with the needs of student populations; community involvement
and changes; and the use of a leadership team to support teachers’ mental health and
foster positive relationships in the school environment (Shernoff et al., 2011). The
structure of the teaching environment which involves the demands, policies, and
procedures imposed on teachers has been found to have a moderate correlation with the
occurrence of teacher stress and burnout (Montgomery & Rupp, 2005). Additionally, the
school climate has been found to be more predictive of teacher burnout and involves the
affect created by interactions that occur between all stakeholders in the environment
(Stauffer & Mason, 2013). Although these studies found positive correlations between
burnout and negative work environment, the inverse may be logically assumed in that a
positive environment may reduce the amount of burnout that teachers experience.
However, researchers have found that teachers experience differing levels of burnout
within equivalent vocational environments which weakens the generalizability of these
findings and compels researchers to consider the individual factors that ameliorate the
negative effects of teacher stress (Hughes, 2006; Jepson & Forrest, 2006; Yoon, 2002).

21

Personal characteristics and practices. The presence of distinct personality
characteristics is one theory that attempts to explain how individuals who endure similar
situations experience diverse effects (Burchielli & Bartram, 2006; Hughes, 2006; Sünbül,
2003; Tait, 2008; Yoon, 2002). Teachers with an internal locus of control have reported
less burnout than teachers with an external locus of control (Sünbül, 2003). Teachers with
characteristics of resilience and realistic views about their capabilities and responsibilities
(Burchielli & Bartram, 2006; Tait, 2008) as well as teachers with feelings of self-efficacy
(Hughes, 2006; Tait, 2008; Yoon, 2002) reported lower incidence of the detrimental
effects of stress. Additionally, teachers who practiced self-care strategies such as exercise
and proper nutrition along with other physical wellbeing practices were less likely to
experience burnout (Curry & O’Brien, 2012; Tait, 2008). The presence of occupational
commitment (Jepson & Forrest, 2006) and job engagement (Maslach et al., 2001) has
been found to help to ameliorate the effects of stress and lessen the incidence of burnout
through the provision of a more positive view of job responsibilities and requirements.
Coping mechanisms and social support. Findings from research highlight the
relationship between lowered incidence of stress and burnout with the presence of
individual coping mechanisms (Jepson & Forrest, 2006; Kittel & Leynen, 2003; Pascual
et al., 2003; Sann & Goethe, 2003). Montgomery and Rupp (2005) performed a metaanalysis of 65 studies on teacher stress and found that teachers reported coping
mechanisms that decreased the incidence of burnout, specifically activities that provided
the control of negative emotional responses such as dissatisfaction, anxiety, and
depression. Although many researchers have discussed the use of coping mechanisms to
decrease burnout, these studies describe general practices rather than specific suggestions
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(Griva & Joekes, 2003; Pascual et al., 2003; Sann & Goethe, 2003). Additionally, the
presence of perceived social support from peers, family, and friends is another coping
mechanism for teachers found to reduce stress and burnout levels (Burchielli & Bartram,
2006). More detailed explanations of the definition of coping mechanisms and the use of
social supports are needed to assist teachers in determining specific actions that will be
beneficial to their psychological and physiological health.
Program implementation. While much of the research has focused on factors
that were present for those who experienced a reduced incidence of stress and burnout
(Burchielli & Bartram, 2006; Griva & Joekes, 2003; Pascual et al., 2003; Sann & Goethe,
2003; Tait, 2008), other research has concentrated on the implementation of practices to
assist teachers in reducing their stress reactions (Lantieri et al., 2011; Oakes et al., 2013).
Lantieri et al. (2011) studied the effect of mindfulness based intervention strategies on
improving teacher resilience and reducing teacher stress. The researchers found that the
implementation of practices such as yoga, peer support, and a wellness focused weekend
retreat helped teachers to increase resilience factors, increase mindfulness practices, and
improve relationships with colleagues; however, the stress reduction was only significant
based on a Likert scale measure (Lantieri et al., 2011). Although teachers believed that
their stress was reduced through these practices, these effects did not transfer to
significant findings on the psychological instrument that was given. Also, there were no
statistically significant changes in reported body awareness, coping skills, or burnout
symptoms (Lantieri et al., 2011). Oakes et al. (2013) implemented a Comprehensive,
Integrated, Three-tiered model (CI3T) to study how a self-efficacy training program
applied at the school, teacher, and student level would affect levels of teacher burnout.
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Although there were no significant differences between the treatment schools and control
schools with both populations reporting moderate to high levels of emotional exhaustion
after one year (Oakes et al., 2013), a longitudinal study across multiple populations could
yield more reliable and valid results and may produce a different outcome concerning the
effectiveness of the intervention and the maintenance of wellness practices over time.
Wellness
Since work environment and personal characteristics such as personality type are
difficult to adjust, one area of research which encompasses variables that are within
teachers’ ability to moderate such as coping skills, mindfulness, and social support is
wellness (Roscoe, 2009). Although elements of wellness have been explored by
researchers as a promising area to reduce teacher burnout (Griva & Joekes, 2003; Kittel
& Leynen, 2003; Lantieri et al., 2011; Pascual et al., 2003; Sann & Goethe, 2003), there
has been a deficiency of studies that fully explore all aspects of the construct (Roscoe,
2009). Wellness is defined as not merely the absence of illness but is generally thought of
as positive balance across all areas of an individual’s life (Myers & Sweeney, 2004).
Lafferty (1979) described wellness as integrating advantageous actions in physical,
intellectual, spiritual, emotional, and social domains and offered specific suggestions for
improving health in these areas: get plenty of rest, pursue knowledge, assess values,
practice self-acceptance, and treat others kindly. Roscoe (2009) reviewed wellness
theories 30 years after Lafferty’s suggestions and added domains of psychological,
occupational, and environmental wellness. Psychological wellness is closely related to
emotional wellness, occupational wellness involves the fulfillment provided by work, and
environmental wellness examines the influence of all the individual’s systems such as
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home, work, and community (Roscoe, 2009). The concept of wellness has been present in
research and literature for many years, and the definition of the construct has evolved
over time.
Holistic Approach
Alfred Adler’s Individual Psychology provided a foundation for the construct of
wellness in that he discussed the importance of examining the influences of all aspects of
a person’s life and inner self in order to determine wellbeing (Adler, 1927). Based on
Adler’s concepts, Myers and Sweeney (2004) developed and validated the Indivisible
Self wellness model (IS-WEL) based on the original theoretical Wheel of Wellness
model (Witmer, Sweeney, & Myers, 1998) to explain the many facets of an individual’s
life that influence total wellbeing. The IS-WEL is a holistic and comprehensive approach
in that it views wellness across five factors which are further divided into 17 second order
factors (in parentheses) as well as a context scale (Myers & Sweeney, 2004). The creative
self factor (thinking, emotions, control, work, and positive humor) involves the presence
of characteristics and practices that enable an individual to develop a positive role in
society and form beneficial interpretations of interactions within the person’s
environment (Myers & Sweeney, 2004). The coping self factor (leisure, stress
management, self-worth, and realistic beliefs) includes the ability to stabilize and control
one’s thoughts, feelings, and actions regarding occurrences in various areas of life (Myers
& Sweeney, 2004). The social self factor (friendship and love) encompasses the
formation of multiple positive connections with others including friends, family, and
intimate relationships (Myers & Sweeney, 2004). The essential self factor (spirituality,
gender identity, cultural identity, and self-care) involves the understanding of how to
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relate to the self as an individual and in relation to society (Myers & Sweeney, 2004).
The physical self factor (exercise and nutrition) consists of the implementation and
maintenance of beneficial nutritional and recreational activities (Myers & Sweeney,
2004). The model also measures wellness across four contexts: (1) local (family,
neighborhood, and community); (2) institutional (social and political systems such as
government, education, religion, business, and media); (3) global (politics, culture,
events, and environment); and (4) chronometrical (growth, movement, and change across
time) (Myers & Sweeney, 2004). Myers and Sweeney (2005) operationalized their
construct of wellness through the measurement of specific wellness practices and beliefs
through the development of The Five Factor Wellness Inventory (5F-WEL) which
provides a wellness measure for these five factors, 17 second order factors, context, and
life satisfaction as well as a total wellness score (Myers & Sweeney, 2005). This view of
wellness provides a detailed explanation of the holistic model of Individual Psychology
developed by Adler (1927) as well as the transactional model proposed by Lazarus and
Folkman (1984) in that all aspects of the individual as well as interactions with others and
the environment work to create, shape, and maintain an individual’s wellbeing.
Wellness Practices for Reducing Incidence of Burnout
Empirical evidence for wellness practices that have been found to guard against
burnout in teachers is present but not as extensive as the research on the occurrence of
stress and burnout (Curry & O’Brien, 2012; Montgomery & Rupp, 2005). In the late
1990s, many teachers across Europe participated in the EUROTEACH study which
examined teacher stress and wellness factors (Griva & Joekes, 2003; Kittel & Leynen,
2003; Pascual et al., 2003; Sann & Goethe, 2003). The EUROTEACH studies reviewed
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the influence of the wellness practices of social support, task-oriented coping,
meaningfulness, and emotion-oriented coping on the occurrence of job satisfaction,
somatic complaints, emotional exhaustion, depersonalization, and reports of personal
accomplishment (Griva & Joekes, 2003; Kittel & Leynen, 2003; Pascual et al., 2003;
Sann & Goethe, 2003). The wellness practices as defined by these studies are aligned
with aspects of three of the five factors of the Indivisible Self wellness model (IS-WEL):
(1) emotion-orienting coping and task oriented coping are related to the IS-WEL coping
self; (2) meaningfulness is related to the IS-WEL creative self; and (3) social support is
related to the IS-WEL social self (Myers & Sweeney, 2004). Social support was found to
increase job satisfaction (Sann & Goethe, 2003) and decrease emotional exhaustion
(Griva & Joekes, 2003; Kittel & Leynen, 2003). Task-oriented coping decreased
depersonalization (Griva & Joekes, 2003) and somatic complaints (Sann & Goethe, 2003)
and increased feelings of personal accomplishment (Griva & Joekes, 2003; Pascual et al.,
2003; Sann & Goethe, 2003) as well as job satisfaction (Sann & Goethe, 2003).
Meaningfulness was found to increase feelings of personal accomplishment (Griva &
Joekes, 2003; Kittel & Leynen, 2003; Pascual et al., 2003; Sann & Goethe, 2003) as well
as job satisfaction (Kittel & Leynen, 2003; Pascual et al., 2003) and decrease
depersonalization (Kittel & Leynen, 2003; Sann & Goethe, 2003). Emotion-oriented
coping was found to be detrimental because this style increased emotional exhaustion
(Griva & Joekes, 2003; Pascual et al., 2003; Sann & Goethe, 2003) as well as
depersonalization and somatic complaints (Pascual et al., 2003) and decreased feelings of
personal accomplishment (Pascual et al., 2003; Sann & Goethe, 2003). Social support,
task-oriented coping, meaningfulness, and control of emotions, all aspects of wellness,
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reduced the incidence of burnout and increased job satisfaction. Although these studies
were not comprehensive in that they did not include as many domains of wellness as the
Indivisible Self wellness model (IS-WEL; Myers & Sweeney, 2004), they did provide an
early link to the concept of wellness practices as mitigating factors against burnout.
Due to the deficiency of research concerning the relationship between teachers’
burnout levels and specific wellness practices according to the Indivisible Self model of
wellness (IS-WEL), an investigation of the existing evidence among other human service
workers is warranted. In an empirical study with mental health professionals in the
United States, there was a significant relationship between four of the five wellness factor
subscales of the Five Factor Wellness Inventory (5F-WEL) and five dimensions of
burnout according to the Counselor Burnout Inventory (CBI; Lee et al., 2007; Puig et al.,
2012). Three components of the CBI are closely related to three dimensions of the
Maslach Burnout Inventory-Educator Survey (MBI-ES) as determined by a comparison
of the items that comprise each of the subscales and the definitions of terminology
according to each instrument: (1) CBI exhaustion subscale is related to MBI-ES
emotional exhaustion subscale; (2) CBI devaluing subscale is related to MBI-ES
depersonalization subscale; and (3) CBI incompetence subscale is related to MBI-ES
personal accomplishment subscale (Maslach et al., 2010; Puig et al., 2012). Two
subscales of the CBI, negative work and deterioration of personal life, are not represented
by items in the MBI-ES. The following results state the relationship between burnout and
wellness for this sample: (1) the creative self and coping self were negatively related to
exhaustion, devaluing, and incompetence; (2) the physical self was negatively related to
exhaustion and incompetence; and (3) the essential self was negatively related to
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incompetence (Puig et al., 2012). The social self was not significantly related to any of
the burnout dimensions (Puig et al., 2012). These findings of a relationship between
specific wellness practices and burnout dimensions for mental health professionals
implicate that an investigation of these factors for teachers is warranted.
Wellness Implementation
If a relationship is found between a low incidence of burnout and specific
wellness practices for teachers, the implementation of programs that increase wellness
may not only decrease teacher stress and burnout (Curry & O’Brien, 2012) but may also
help to improve student-teacher relationships (Klem & Connell, 2004; Yoon, 2002),
decrease student discipline issues (Yoon, 2002), and improve academic achievement for
students (Klem & Connell, 2004). Teachers have reported that they view wellness as a
personal construct (Lauzon, 2003) which indicates that wellness programs need to be
specifically tailored to individual teacher needs. Teachers have identified wellness areas
that are within their control to moderate: equilibrium, self-identity, job satisfaction, social
support, self-reliability, and holistic practices (Lauzon, 2003). A determination of specific
actions that teachers are able to implement and control without organizational support
may assist teachers in improving their wellbeing regardless of the vocational programs.
In order to alter the current trend of teacher dissatisfaction and attrition, especially
among new teachers (U.S. Department of Education, 2012), Curry and O’Brien (2012)
proposed the use of wellness education in teacher preparation programs. The researchers
theorized that the use of the Maslach Burnout Inventory-Educator Survey (MBI-ES) and
the Five-Factor Wellness Inventory (5F-WEL) would assist prospective teachers in
monitoring the presence of burnout and their use of wellness practices; however, they did
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not provide any empirical data to substantiate this belief (Curry & O’Brien, 2012). Even
with the implementation of wellness education, current educators without this training
may require interventions to assist in building wellness practices. These interventions
may involve increasing wellness through organizational support, education, and an
individualized wellness plan (Lenz, Sangganjanavanich, Balkin, Oliver, & Smith, 2012;
McDonough, 2011). Several factors prevent individuals from beginning or continuing
wellness programs (Erickson & Gillespie, 2000). Researchers have found that family
responsibilities, time constraints, and lack of support create issues for the continuation of
wellness practices, especially among women, which implies that the development of an
effective wellness program must receive support from not only the institution but also
from social supports (Erickson & Gillespie, 2000). Much like teacher stress and burnout
(Lazarus & Folkman, 1984), wellness practices are affected by the influences and support
of others in the environment and need to be encouraged in order to allow teachers to
impact the most salient effect upon students and the educational environment.
Implications for School Counselors
Role of school counselor. The American School Counselor Association defines
and explains the responsibilities of school counselors through four quadrants: foundation,
delivery, management, and accountability (ASCA, 2005). Within the delivery quadrant,
school counselors provide direct and indirect services to students (ASCA, 2005). One
type of indirect student service school counselors perform is working directly with
teachers in order to provide students with the best practices in counseling and educational
programs (ASCA, 2010). Implementation of this service involves meeting the students’
educational, social, and behavioral needs through consultation and collaboration (ASCA,
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2010). Additionally, school counselors may provide teacher-centered services and
interventions to assist students through indirect measures (Dougherty, 2009). The role of
school counselors as consultants has been discussed in research for many years.
Researchers have argued that school counselors possess the skills to provide effective
consultation services to assist teachers in various vocational areas (Deck, 1992; Fall,
1995; Harwood, 1993; Hawes, 1989; Kurpius & Rozecki, 1992; Otwell & Mullis, 1997;
West & Idol, 1993). One method school counselors may assist teachers in reducing stress
levels is by identifying and modifying student discipline issues as well as teaching active
listening skills to improve communication with students, parents, and coworkers
(Clemons, 2007; Hawes, 1989). Other research on school counselors serving in the
capacity of consultants has focused on the utilization of specific counseling theories and
techniques in working with teachers such as individual psychology (Brigman & Webb,
2008), developmental counseling, (Clemens, 2007), and rational emotive behavior
therapy (REBT; Warren, 2013), which demonstrates the natural extension of school
counselors providing more direct services to teachers.
School counselor’s role in stress reduction. The concept of using school
counselors to help reduce teacher stress is not a novel idea. Over 30 years ago, Moracco
and McFadden (1982) provided the following reasons for school counselors to take an
active role in combatting teacher stress: (1) school-wide presence to view interactions
between teachers, students, and administrators and events that may increase stress;
(2) flexible scheduling; (3) specialized training in stress reduction strategies such as
progressive muscle relaxation, stress inoculation techniques, and cognitive-behavioral
strategies; and (4) lack of supervisory role over teachers to encourage honest
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communication between teachers and school counselors. Teachers may require assistance
in stress reduction on three levels: primary, secondary, and tertiary (Dougherty, 2009).
Primary level intervention would involve the school counselor providing all teachers with
inservice training on the occurrence and effects of teacher stress (Moracco & McFadden,
1982). Secondary level interventions may involve assisting teachers identified as
experiencing detrimental effects of stress in implementing stress reduction strategies or
organizing teacher support groups (Moracco & McFadden, 1982). Tertiary level
interventions would provide the most intensive assistance with the provision of direct
services to teachers through individual support or outside programs or counseling (Cheek,
Bradley, Parr, & Lan, 2003; Persi, 1997; Ray, 2007). Additionally, school counselors
may need to provide intervention to obtain stabilization in severe circumstances of
teacher disequilibrium (James & Gilliland, 2013; Warren, 2013).
School counselor’s role in wellness implementation. Although Moracco and
McFadden (1982) did not specifically mention wellness practices, the omission may have
been an element of the time period of their article; wellness has become a focus in more
recent years as an intervention for the effects of teacher stress (Griva & Joekes, 2003;
Kittel & Leynen, 2003; Lantieri et al., 2011; Pascual et al., 2003; Sann & Goethe, 2003).
Researchers have found that school counselors’ support of teachers’ socio-emotional
health through consultation may improve wellbeing and relationships (Warren, 2013).
Since teachers define wellness as a personal construct (Lauzon, 2003), the
implementation of wellness services would need to be individualized for each teacher in
order to be effective (Roscoe, 2009). Consultation regarding wellness programs may be
implemented on a primary, secondary, or tertiary level as well (Dougherty, 2009).
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Primary level interventions such as district wide inservice training concerning self-help
strategies would provide suggestions to all teachers (Larrivee, 2012). At this level of
assistance, school counselors would provide information regarding these general wellness
practices (Linton & O’Halloran, 2000). Secondary level interventions would address a
particular need and identified area and may involve the formation of teacher support
groups (Lantieri et al., 2011) or wellness conferences (Mathews & Rankin, 1998). The
activities would implemented with the assistance of the district’s Coordinated School
Health (CSH) program which consists of eight modules: health education; health
services; nutrition; physical education; school health environment; school social,
psychological, and counseling services; student, family, and community involvement;
and staff wellness (Resnicow & Allensworth, 1996). At this level of intervention, school
counselors could assist in the formation of groups, attend conferences and transmit
information, and maintain an integral position on the CSH team (ASCA, 2005). Tertiary
interventions would involve support to individual or small groups of teachers with a large
deficit in wellness practices and may require the use of the Employee Assistance Program
(Lauzon, 2003) or wellness counseling (Myers, Sweeney, & Witmer, 2000).
Conclusion
The large incidence of teacher stress and burnout is a very concerning trend in the
education profession (Johnson et al., 2005). Teacher stress and burnout increase job
dissatisfaction and attrition (U.S. Department of Education, 2012) and detrimentally
affect students’ educational attainment and the school climate (Klem & Connell, 2004;
Yoon, 2002). Researchers have categorized the causes of teachers’ stress and burnout
under personal variables and professional variables (Stauffer & Mason, 2013). Many of
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these elements are difficult to change without comprehensive political or educational
reform or extensive individual psychological change (Jepson & Forrest, 2006; Maslach et
al., 2001). Therefore, researchers have investigated the various practices associated with
an increase in teachers’ ability to cope with the stressful features of the profession
(Burchielli & Bartram, 2006; Lantieri et al., 2011). Since the occurrence of burnout has a
deleterious impact on all aspects of teacher’s personal and professional functioning,
wellness may exert a curative effect by encouraging a teacher to engage in a set of
practices that support a healthy orientation across all aspects of one’s life (Curry &
O’Brien, 2012; Griva & Joekes, 2003; Kittel & Leynen, 2003; Maslach et al., 2001;
Pascual et al., 2003; Sann & Goethe, 2003). This study examines the relationship
between three dimensions of teacher burnout (emotional exhaustion, personal
accomplishment, and depersonalization) with total wellness as well as five factors of
teacher wellness (creative self, coping self, social self, essential self, and physical self)
among public school teachers (Maslach et al., 2010; Myers & Sweeney, 2005). If areas of
wellness are found to be related to decreased teacher burnout, teachers may benefit from
the implementation of programs to increase these wellness practices. If this study
demonstrates a relationship between elevated wellness and lower levels of burnout,
school counselors may consider implementing consultation programs at each level of
intervention (primary, secondary, and tertiary) to promote wellness practices among their
teaching faculty (Dougherty, 2009).
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Chapter 3: Methodology
Overview
This section contains information regarding the methodology of this research
study including the purpose of the study, the research question and hypotheses, the
assessment instruments, and the data collection and analysis methods. Additionally, this
chapter contains demographic information regarding the sample of teachers and student
characteristics for the district and state, specifically noting any differences between the
groups. Finally, limitations of this study indicate the possible need for further research in
this area.
Purpose of the Study
The incidence and causes of burnout among teachers have been examined, but
less is known of the protective factors that may safeguard teachers from the leveling
effects of burnout on professional functioning (Maslach et al., 2010). The purpose of this
study is to examine teachers’ reported wellness factors and burnout levels in order to
determine if a relationship exists between the presence of particular wellness practices
and burnout. If an association is found between burnout and wellness, specific practices
can be encouraged by educational leaders in order to reduce the incidence of burnout as
well as the occurrence of its negative effects on the teachers, students, and the school
environment (Hughes & Kwok, 2007; Klem & Connell, 2004; Yoon, 2002).
Data Collection
The population under investigation is pre-K through 12th grade public school
teachers in a small rural public school system in West Tennessee. In order to obtain
participants, I emailed the superintendent of schools in May 2014 and asked her to send
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my request to all principals in order that they would forward the surveys to all teachers
per the memorandum of understanding. In the email, I provided a link to Qualtrics (2013)
which contained all three measurements: demographic survey, Maslach Burnout
Inventory-Educator Survey (MBI-ES), and Five-Factor Wellness Inventory (5F-WEL).
Teachers also received an attachment of the informed consent document as well as a brief
description of the study and how confidentiality would be maintained. I provided hard
copies of the informed consent at each school but did not require teachers to sign and
return the form in order to prohibit identification of participants. As an incentive and note
of gratitude, I provided cookies to all employees on the last day of school and donated $2
for each completed online assessment packet to the county’s Backpack Club which
provides weekend meals to identified students. I reissued the invitation to participate in
March 2015 to new teachers or those who had not previously completed the surveys in
order to obtain more participants for the data analysis.
Approximately 220 general education, special education, and auxiliary teachers
were eligible to participate. Teachers received the first invitation to participate in May
2014. Of the 97 teachers who began the survey, 20 teachers did not complete both
instruments (20.6% withdrawal rate). I sent a second invitation to participate to new
teachers and those who had not previously completed the survey in March 2015. Of the
40 teachers who began this survey, 10 teachers did not complete both instruments (25%
withdrawal rate). Therefore, the initial sample size for this analysis was 107, representing
all teachers who completed the demographic questionnaire and the two instruments.
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Initial Analysis
After a review of the data, I found that teachers answered all survey items, and
there were no missing data. However, three teachers reported answers that did not
correspond with the accepted responses. The first teacher reported years taught as “less
than one year,” which was recoded as one year taught. The second teacher reported age
as “40 plus years” and years in educational field as “20 plus years.” Due to the
uncertainty of the actual age and years in the educational field, this participant was
removed from the data analysis. These actions were necessary because all answers for the
continuous variables required numerical data. The third teacher reported part-time
employment and was removed from analysis as well to maintain a focus on full-time
teachers.
Population and Sample
Participant characteristics. Of the 105 remaining participants, 16 (15.2%) were
men and 89 (84.8%) were women; ages ranged from 22 to 66 with a mean of 40.81 (SD =
11.766). Years in the educational field ranged from one to 39 with a mean of 12.14 (SD =
9.640). There was a similar participation rate for the two grade levels with 49 (46.7%)
responses for pre-K through 5th grade and 56 (53.3%) responses for 6th grade through
12th grade. Participants identified as African American/Black (n = 26, 24.8%),
Caucasian/White (n = 77, 73.3%), and Native American (n = 2, 1.9%). The majority of
participants were not enrolled in school (n = 91, 86.7%) while 14 (13.3%) were enrolled
in courses (graduate school n = 12, 11.4%; enrichment n = 2, 1.9%). Participants also
reported marital status, future vocational plans, and highest level of education (Table 1).
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Table 1
Demographic Data of Participants (N = 105)
Demographic

N

%

Married

69

65.71

Single

23

21.90

Separated

1

0.95

Divorced

11

10.48

Widowed

1

0.95

Same position

68

64.76

Change position

15

14.29

Change district

6

5.71

Change profession

2

1.90

Retire

9

8.57

Other

5

4.76

1

0.95

Bachelor’s degree

52

49.52

Advanced degree

52

49.52

Marital Status

Future Vocational Plans

Highest Level of Education
Trade/technical

County characteristics. According to 2013-2014 school year data, the graduation
rate for the county in this study was 85.2%, 2.4% of students were English language
learners, 15% of students were classified as having disabilities, and the per pupil
expenditure was $9,591.90 (TN Department of Education, 2014). These statistics are
comparable with the averages for all schools across Tennessee with 87.2% graduation
rate, 4.5% English language learners, 14.2% of students classified as having disabilities,
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and a per pupil expenditure of $9,346.30 (TN Department of Education, 2014). However,
this county has a discrepancy with the state averages in other areas. For 2013-2014, the
average ACT score for all juniors was 16.9 points with a state average of 19.3 points (TN
Department of Education, 2014). The percentage of students described as economically
disadvantaged was vastly different with 76.2% of students identified as economically
disadvantaged in the county and 58.8% of students statewide (TN Department of
Education, 2014). The racial breakdown of the student population was 63.1% African
American/Black, 39.5% Caucasian/White, 7.0% Hispanic, and 0.4% other while the
racial breakdown for the state population was 24.1% African American/Black, 65.6%
Caucasian/White, 7.8% Hispanic, and 2.5% other (TN Department of Education, 2014).
The most recent census data reported that 21.2% of the county’s population lived below
the poverty line with a median household income of $34,542 while the state reported
17.6% of the population below the poverty line with a median household income of
$44.298 (U.S. Census Bureau, 2014). These statistics demonstrate that at the time of this
research, this county had a large number of minority students, high poverty level, and
lower educational achievement attainment as compared to the state’s population (TN
Department of Education, 2014; U.S. Census Bureau, 2014).
Measurements
Demographic survey. Teachers received a demographic survey that requested the
following information: age, race, sex, grade level (PreK-5 or 6-12), years in educational
field, highest educational degree obtained, relationship status, and future vocational plans
(over next five years). Researchers have found varying levels of burnout based on these
demographic variables (Maslach et al., 2001; Sezer, 2012) which justifies the use of this

39

demographic information in determining the population’s characteristics or as control
variables in analysis.
Maslach Burnout Inventory-Educator Survey (MBI-ES; Maslach et al.,
2010). The Maslach Burnout Inventory-Educator Survey (MBI-ES) was developed to
determine the reported incidence of three factors that may lead to burnout: emotional
exhaustion, personal accomplishment, and depersonalization. The survey contains 22
statements that educators rate on a 6-point scale according to frequency of thought,
feeling, or action with 0 = never, 1 = a few times a year or less, 2 = once a month or less,
3 = a few times a month, 4 = once a week, 5 = a few times a week, and 6 = every day.
Sample items are: I feel used up at the end of the workday, I feel very energetic, and I
deal very effectively with the problems of my students. The statements are scored and
divided into three subscales that are theorized to show the signs of burnout: emotional
exhaustion, reduced personal accomplishment, and depersonalization. Total scores for
each subscale are categorized as low, moderate, or high. There is not an overall score for
total burnout. The validity and reliability of the MBI-ES has been substantiated with
Cronbach alphas ranging from .72 to .90 (Maslach et al., 2010).
Five Factor Wellness Inventory (5F-WEL; Myers & Sweeney, 2005). The Five
Factor Wellness Inventory (5F-WEL) was developed in order to determine practices and
choices that impact the wellbeing of individuals (Myers & Sweeney, 2005). The
inventory consists of 91 statements that participants rate on a lettered 4-point scale as
A = strongly agree, B = agree, C = disagree, and D = strongly disagree according to how
true the statement is for them. Examples of statements are: I am satisfied with how I cope
with stress, I eat a healthy diet, and I am optimistic about the future. The inventory
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provides a total wellness score in addition to scores for the following five factors of self
which may be further divided into 17 second order factors (in parentheses): creative self
(thinking, emotions, control, work, and positive humor); coping self (leisure, stress
management, self-worth, and realistic beliefs); social self (friendship and love); essential
self (spirituality, gender identity, cultural identity, and self-care); and physical self
(nutrition and exercise). Additionally, the 5F-WEL provides a life satisfaction score and a
context scale (local, institutional, global, and chronometrical). There are three forms of
the inventory created by reading level. The validity and reliability of the 5F-WEL has
been substantiated with Cronbach alphas ranging from .90-.94 (Myers & Sweeney,
2005).
Statement of Research Question and Hypotheses
General research question. The following overarching research question guides
the study: Does a relationship exist between the occurrence of burnout and the presence
of specific wellness practices among public school teachers?
Research hypotheses. The general research hypothesis is that there exists a
negative relationship between wellness measurements according to the Five Factor
Wellness Inventory (5F-WEL) and burnout dimensions according to the Maslach Burnout
Inventory-Educator Survey (MBI-ES) for public school teachers. The general research
question is further divided into two hypotheses with three dimensions of measurement.
The data analysis from the first hypothesis will guide the usage of control variables in the
second hypothesis; the second hypothesis is predicated on the first hypothesis.
H1: (a) Teachers with higher levels of total wellness according to the 5F-WEL
will have lower levels of emotional exhaustion according to the MBI-ES while
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controlling for demographic variables (age, grade level, and years in educational field).
(b) Teachers with higher levels of total wellness according to the 5F-WEL will have
lower levels of reduced personal accomplishment according to the MBI-ES while
controlling for demographic variables (age, grade level, and years in educational field).
(c) Teachers with higher levels of total wellness according to the 5F-WEL will have
lower levels of depersonalization according to the MBI-ES while controlling for
demographic variables (age, grade level, and years in educational field).
H2: (a) Teachers with higher levels of wellness as measured separately by the five
factors (creative, coping, social, essential, and physical) of the 5F-WEL will have lower
levels of emotional exhaustion according to the MBI-ES while controlling for
demographic variables found to be significant in H1 and context/life satisfaction scale
(combined). (b) Teachers with higher levels of wellness as measured separately by the
five factors (creative, coping, social, essential, and physical) of the 5F-WEL will have
lower levels of reduced personal accomplishment according to the MBI-ES while
controlling for demographic variables found to be significant in H1 and context/life
satisfaction scale (combined). (c) Teachers with higher levels of wellness as measured
separately by the five factors (creative, coping, social, essential, and physical) of the
5F-WEL will have lower levels of depersonalization according to the MBI-ES while
controlling for demographic variables found to be significant in H1 and context/life
satisfaction scale (combined).
Data Analysis
Initial analysis. After an initial review of the data, I determined participants’
eligibility for inclusion in the analysis. To be included in data analysis, the participants
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identified as full time teachers, answered all of the control variables, and completed both
survey instruments. I excluded participants who did not meet these requirements from
analysis.
Primary analysis. I entered all data into IBM’s Statistical Package for the Social
Sciences (SPSS, Version 20) for analysis. First, I examined the data to recode any
necessary variables to ensure consistency and accuracy in analysis. For example, the
Qualtrics (2013) program default setting used different numerical codes for the item
answers than required by the the Maslach Burnout Inventory-Educator Survey (MBI-ES)
and The Five Factor Wellness Inventory (5F-WEL). After I checked for accuracy in
recoding, I created and calculated Cronbach’s alphas for the necessary scales. Next, I ran
ordinary least squares regression analysis based on two methods with the data from the
first method guiding the inclusion of control variables in the second method.
Model I. There are three regression analysis methods in the first model. In the
first analysis, the variables were total wellness from 5F-WEL as predictor variable,
demographic variables as control variables (age, grade level, and years in educational
field), and emotional exhaustion scale from MBI-ES as criterion variable. In the second
analysis, the variables were total wellness from 5F-WEL as predictor variable,
demographic variables as control variables (age, grade level, and years in educational
field), and personal accomplishment scale from MBI-ES as criterion variable. In the third
analysis, the variables were total wellness from 5F-WEL as predictor variable,
demographic variables as control variables (age, grade level, and years in educational
field), and depersonalization scale from MBI-ES as criterion variable.
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Model II. There are also three regression analysis methods in the second model.
In the first analysis, the variables were the five factors of wellness (creative, coping,
social, essential, and physical) from 5F-WEL as predictor variables, demographic
variables found to be significant in the first model and context/life satisfaction scale
(combined) as control variables, and emotional exhaustion scale from MBI-ES as
criterion variable. In the second analysis, the variables were the five factors of wellness
(creative, coping, social, essential, and physical) as predictor variables, demographic
variables found to be significant in the first model and context/life satisfaction scale
(combined) as control variables, and personal accomplishment scale from MBI-ES as
criterion variable. In the third analysis, the variables were the five factors of wellness
(creative, coping, social, essential, and physical) as predictor variables, demographic
variables found to be significant in the first model and context/life satisfaction scale
(combined) as control variables, and depersonalization scale from MBI-ES as criterion
variable.
Final analyses. After running these analyses, I examined the data for problems of
multicollinearity by determining if any of the variance inflation factors (VIF) were higher
than 10. I also examined the data for influential data points and decided how to handle
any that were present. Once I determined if these preliminary analyses were acceptable or
recalculated data without influential points if needed, I examined the SPSS output for the
significance levels of the Pearson product-moment correlation coefficient (r), amount of
variance (R2) explained by each model, the significance level (p) of each predictor
variable in explaining this variance with alpha at .05, and the order of importance of any
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significant predictor variables (β). Finally, I discussed and interpreted these findings
according to the statistical and practical significance of the data.
Limitations
This study was limited by design and population. The design of the study may
have affected the accurate representation of the population because participants selfselected to complete the surveys. Teachers may have elected to participate based on some
unidentified characteristic that influenced the outcome data. The population under study
was from a single geographical area with specific student demographic characteristics.
This region may report different characteristics of burnout and wellness as compared to
other populations. The number of participants who completed the survey may have
influenced the statistical significance of the results; a larger sample may have increased
the number of significant levels. Due to the small sample size, the five factors were not
further disaggregated into the 17 second order factors, and the life satisfaction and
context variable were combined into one scale in order to decrease the number of
independent variables while retaining all items of the Five-Factor Wellness Inventory
(5F-WEL) in analysis. These limitations indicate the need for future research in this area.
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Chapter 4: Results
Overview
This study used ordinary least squares regression analysis to determine if there
was a significant relationship between wellness according to the Five-Factor Wellness
Inventory (5F-WEL) and burnout according to the Maslach Burnout Inventory-Educator
Survey (MBI-ES) for this sample of teachers. This chapter includes initial analysis,
exploratory analysis, and data analysis. All data Cronbach alpha’s, means, correlations,
regression coefficients, and significance levels for this study sample are also included in
this section
Analysis Models
Model I. Ordinary least squares multiple regression analyses were used to
determine if total wellness (independent variable) explained a significant amount of the
variance in three reported teacher burnout levels (dependent variables) and if burnout
related significantly to teacher age, numbers of years taught, and grade level (control
variables). Total wellness was measured by teachers’ responses on the Five-Factor
Wellness Inventory (5F-WEL) based on the Indivisible Self wellness model (IS-WEL)
developed by Myers and Sweeney (2005; Cronbach α = .956). Burnout was measured by
the Maslach Burnout Inventory-Educator Survey (MBI-ES) which reports burnout across
three dimensions: emotional exhaustion (EE; Cronbach α = .904), personal
accomplishment (PA; Cronbach α = .763), and depersonalization (DP; Cronbach
α = .692; Maslach et al., 2010). The control variables were provided through teacher
report on a demographic survey. Age and years taught were reported as continuous
variables while grade level was reported as an ordinal variable (PreK-5 or 6-12).
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Model II. Subsequent analyses involved separate regression of the three burnout
levels (dependent variables) on the five factors of wellness (independent variables) and
context/life satisfaction scale combined (control variable). The five factors and
context/life satisfaction scale were measured by the Five-Factor Wellness Inventory
(5F-WEL): creative self (Cronbach α = .885), coping self (Cronbach α = .859), social self
(Cronbach α = .878), essential self (Cronbach α = .874), physical self (Cronbach α =
.853), and context/life satisfaction (Cronbach α = .810; Myers & Sweeney, 2005). The
inclusion of any control variables used in the first analysis was determined based on the
occurrence of a significant relationship with burnout in the first model. Therefore, the
first analysis provided a guide for the second analysis.
Exploratory Analysis
Preliminary exploratory analyses indicated that there were no multicollinearity
problems in the data; all variance inflation factors (VIF) were less than 10 for both
models. Possibly influential data points were found through examination of residual
statistical values. A participant reported scores on one dependent variable,
depersonalization, as greater than four standard deviations from the mean. Removal of
this participant significantly impacted the regression coefficient; therefore, I removed this
individual from further analysis. Additionally, two more possibly influential data points
were identified in the second model as having Mahalanobis distance values (estimated
D2cv = 20.26) and centered leverage values (hatcv = .200) higher than the critical values.
Removal of these data points significantly affected the regression coefficient on one
dependent variable, emotional exhaustion, for two independent variables, creative self
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and physical self; therefore, I also removed these two individuals from further analysis
which reduced the final sample size for the study to 102 participants.
Data Analysis
Means and standard deviations for each independent, control, and dependent
variable are included in Table 2. Participants reported wellness beliefs and practices
according to the Five-Factor Wellness Inventory (5F-WEL), which I computed into a
total wellness score and scales: creative self, coping self, social self, essential self, and
physical self (independent variables). The life satisfaction index and context variable
combined into one scale served as a control variable. The instrument does not provide
classification of scores such as low, moderate, and high. The participants also provided
their age, years in educational field, and grade level (PreK-5 or 6-12) as control variables.
The participants reported burnout on three dimensions (dependent variables): emotional
exhaustion, personal accomplishment, and depersonalization. The means indicate that this
sample on average reported a moderate amount of emotional exhaustion, a low report of
reduced personal accomplishment, and a low level of depersonalization. Over 50% of the
teachers reported moderate or high emotional exhaustion (Table 3).
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Table 2
Descriptive Statistics (N = 102)
Variable

M

SD

Emotional Exhaustion

18.843

11.192

Personal Accomplishment

38.608

6.791

4.304

4.387

Age

40.650

11.523

Years in Educational Field

11.930

9.427

Depersonalization

Grade Level

1.520 (PreK-5=49; 6-12=53)

0.502

Total Wellness

80.888

7.062

Creative Self

80.812

8.681

Coping Self

76.613

8.340

Social Self

88.572

10.290

Essential Self

88.771

8.152

Physical Self

71.912

12.523

Context Scale

79.764

7.350

Life Satisfaction Index

83.824

13.464

Context/Life Satisfaction

80.003

7.373

Table 3
Burnout Levels (N = 102)
Low

Moderate

High

Range

n

%

Range

n

%

Range

n

%

EE

0-16

48

47.1

17-26

27

26.5

27-54

27

26.5

PA

37-48

67

65.7

31-36

23

22.5

0-30

12

11.8

DP

0-8

85

83.3

9-13

12

11.8

14-30

5

4.9
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Model I. In the first model, I entered the four independent variables
simultaneously: total wellness, age, years in educational field, and teaching grade level. I
conducted the regression analysis separately for the three burnout subscales: emotional
exhaustion (EE), personal accomplishment (PA), and depersonalization (DP). The
regression results indicate that the set of independent variables explained
12.1% (F(4,97) = 3.344, p = .013) of the variance in emotional exhaustion with total
wellness (β = -.328, t = -3.402, p = .001) having significant influence on emotional
exhaustion with α = .05. The regression results indicate that the set of independent
variables explained 22.1% (F(4,97) = 6.886, p ˂ .001) of the variance in personal
accomplishment with total wellness (β = .403, t = 4.448, p ˂ .001) having a significant
relationship with personal accomplishment with α = .05. The set of independent variables
from the regression analysis did not explain a significant amount of variance in
depersonalization. Age, years in educational field, and grade level taught were not
statistically significant variables for any of the three burnout measures. All data for model
I are included in Table 4, Table 5, and Table 6.
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Table 4
Model I Pearson Product-moment Correlations (r)ab(N = 102)
Total Wellness

Age

Years Ed. Field

Grade Level

Total Wellness

1.000

--

--

--

Age

-.130

1.000

--

--

Years Ed. Field

-.055

.690

1.000

--

Grade Level

.052

.059

-.043

1.000

EE

-.326

.090

.126

.015

PA

.431

-.132

.043

-.131

DP

-.167

.052

.135

.161

a

Note. Dependent variables : Teacher burnout scales of emotional exhaustion, personal
accomplishment, and depersonalization (Maslach Burnout Inventory-Educator Survey).
Independent variablesb: Total wellness (Five-Factor Wellness Inventory), age, years in
educational field, and grade level.

Table 5
Model I Summary and ANOVAab (N = 102)
R2

Adjusted R2

SE of Est.

F(df=4/97)

p

EE

.121

.085

10.706

3.344*

.013

PA

.221

.189

6.116

6.886*

˂ .001

DP

.085

.047

4.282

2.251

a

.069

Note. Dependent variables : Teacher burnout scales of emotional exhaustion, personal
accomplishment, and depersonalization (Maslach Burnout Inventory-Educator Survey).
Independent variablesb: Total wellness (Five Factor Wellness Inventory), age, years in
educational field, and grade level.
*p ˂ .05.
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Table 6
Model I Coefficients (N=102)
Dependenta and

B

SE

β

t

p

Total Wellness

-.519

.153

-.328

-3.402*

.001

Age

-.057

.130

-.059

-.442

.660

Years Educational Field

.179

.157

.151

1.136

.259

Grade Level

.930

2.145

.042

.433

.666

Total Wellness

.388

.087

.403

4.448*

˂.001

Age

-.127

.074

-.216

-1.715

.089

Years Educational Field

.150

.090

.209

1.672

.098

-1.767

1.225

-.131

-1.443

.152

Total Wellness

-.114

.061

-.183

-1.863

.065

Age

-.054

.052

-.143

-1.048

.297

Years Educational Field

.108

.063

.231

1.709

.091

1.654

.858

.189

1.928

.057

Independentb Variables
Emotional Exhaustion

Personal Accomplishment

Grade Level
Depersonalization

Grade Level

Note. Dependent variablesa: Teacher burnout scales of emotional exhaustion, personal
accomplishment, and depersonalization (Maslach Burnout Inventory-Educator Survey).
Independent variablesb: Total wellness (Five Factor Wellness Inventory), age, years in
educational field, and grade level.
*p ˂ .05.

Model II. Since the selected demographic variables (age, years in educational
field, and grade level) did not explain a significant amount of variance in burnout across
the three dimensions, I excluded them from the second model. In this model, I entered the
six independent variables simultaneously: creative self, coping self, social self, essential
self, physical self, and context/life satisfaction scale (Cxt/LS). I combined the context
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scale and life satisfaction item into one scale in order to maintain all items of the
instrument in analysis and reduce the number of variables due to the small sample size.
The regression results indicate that the set of independent variables explained 20.7%
(F(6,95) = 4.143, p = .001) of the variance in emotional exhaustion with the physical self
having a significant relationship with emotional exhaustion (β = -.248, t = -2.319,
p = .023) with α = .05. There was no signification relationship between emotional
exhaustion and the other five independent variables: creative self, coping self, social self,
essential self, and context/life satisfaction scale (Cxt/LS). The regression results indicate
that the set of independent variables explained 23.1% (F(6,95) = 4.745, p ˂ .001) of the
variance in personal accomplishment with the creative self (β = .481, t = 2.635, p = .010)
having a significant relationship with personal accomplishment with α = .05. There was
no significant relationship between personal accomplishment and the other five
independent variables: coping self, social self, essential self, physical self, and
context/life satisfaction scale (Cxt/LS). There was not a significant relationship between
the set of independent variables and depersonalization. All data for model II are included
in Table 7, Table 8, and Table 9.
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Table 7
Model II Pearson Product-moment Correlations (r) (N = 102)
Creative

Coping

Social

Essential

Physical

Cxt/LS

Creative

1.000

--

--

--

--

--

Coping

.750

1.000

--

--

--

--

Social

.619

.568

1.000

--

--

--

Essential

.620

.476

.608

1.000

--

--

Physical

.458

.444

.380

.421

1.000

--

Cxt/LS

.752

.511

.558

.648

.415

1.000

EE

-.351

-.306

-.103

-.117

-.329

-.255

PA

.439

.323

.310

.221

.330

.308

DP

-.143

-.167

-.113

-.049

-.196

-.119

Note. Dependent variablesa: Burnout scales (Maslach Burnout Inventory-Educator
Survey): emotional exhaustion (EE), personal accomplishment (PA), and
depersonalization (DP).
Independent variablesb: Wellness scales (Five Factor Wellness Inventory): creative self,
coping self, social self, essential self, physical self, and context/life satisfaction scale.

Table 8
Model II Summary and ANOVA (N = 102)
R2

Adjusted R2

SE of Est.

F(df=6/95)

p

EE

.207

.157

10.274

4.143*

.001

PA

.231

.182

6.142

4.745*

˂ .001

DP

.055

-.005

4.397

.921

.484

Note. Dependent variablesa: Burnout scales (Maslach Burnout Inventory-Educator
Survey): emotional exhaustion (EE), personal accomplishment (PA), and
depersonalization (DP).
Independent variablesb: Wellness scales (Five Factor Wellness Inventory): creative self,
coping self, social self, essential self, physical self, and context/life satisfaction scale.
*p ˂ .05.
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Table 9
Model II Coefficients (N=102)
Dependenta and

B

SE

β

Creative Self

-.438

.239

-.340

-1.836

.070

Coping Self

-.130

.195

-.097

-.668

.506

Social Self

.203

.139

.187

1.456

.149

Essential Self

.235

.182

.171

1.289

.200

Physical Self

-.221

.095

-.248

-2.319*

.023

Cxt/LS

-.095

.228

-.063

-.417

.677

Creative Self

.376

.143

.481

2.635*

.010

Coping Self

-.071

.116

-.088

-.612

.542

Social Self

.072

.083

.109

.865

.389

Essential Self

-.124

.109

-.148

-1.134

.260

Physical Self

.104

.057

.191

1.819

.072

Cxt/LS

-.048

.137

-.053

-.354

.724

Creative Self

-.005

.102

-.009

-.044

.965

Coping Self

-.052

.083

-.099

-.624

.534

Social Self

-.016

.060

-.037

-.263

.793

Essential Self

.072

.078

.134

.924

.358

Physical Self

-.058

.041

-.166

-1.427

.157

Cxt/LS

-.035

.098

-.059

-.356

.722

t

p

Independentb Variables
Emotional Exhaustion

Personal Accomplishment

Depersonalization

Note. Dependent variablesa: Burnout scales (Maslach Burnout Inventory-Educator
Survey): emotional exhaustion, personal accomplishment, and depersonalization.
Independent variablesb: Wellness scales (Five Factor Wellness Inventory): creative self,
coping self, social self, essential self, physical self, and context/life satisfaction scale.
*p ˂ .05.
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Chapter 5: Discussion
Overview
This study investigated the relationship between wellness practices and beliefs as
measured by the Five-Factor Wellness Inventory (5F-WEL) and reported burnout levels
as measured by the Maslach Burnout Inventory-Educator Survey (MBI-ES) for public
school teachers. The presence of a relationship between teacher burnout and wellness for
this population leads to the following discussion of implications for teachers, school
counselors, and other stakeholders. Finally, a review of limitations of this study provides
possible suggestions for future research.
Substantive Conclusions
Hypothesis 1. The first hypothesis was that teachers with higher levels of total
wellness would have lower levels of burnout as measured separately by three dimensions
of burnout: emotional exhaustion, reduced personal accomplishment, and
depersonalization. The results from the data analysis supported the first hypothesis in that
there was a significant relationship between total wellness and two of the three measures
of burnout. Holding all other variables constant, total wellness had a negative influence
on emotional exhaustion in that when total wellness increased, emotional exhaustion
decreased. Holding all other variables constant, total wellness had a positive influence on
personal accomplishment in that when total wellness increased, personal accomplishment
increased. There was not a significant relationship between total wellness and
depersonalization. The control variables (age, years in educational field, and teaching
grade level) did not have a significant influence on emotional exhaustion, personal
accomplishment, or depersonalization.
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Hypothesis 2. Since the three control demographic variables (age, grade level,
and years in educational field) were not of significant influence in the first data analysis
model, I excluded them from the second data analysis. Therefore, the second hypothesis
was that teachers with higher levels of wellness as measured separately by the five factors
of self (creative, coping, social, essential, and physical) while controlling for context/life
satisfaction scale combined would have lower levels of burnout as measured across the
three dimensions: emotional exhaustion, personal accomplishment, and
depersonalization. Holding all other variables constant, the physical self factor had a
negative influence on emotional exhaustion in that when the physical self increased,
emotional exhaustion decreased. The other independent variables (creative self, coping
self, social self, essential self, and context/life satisfaction scale) did not have a
significant influence on emotional exhaustion. Holding all other variables constant, the
creative self factor had a positive influence on personal accomplishment in that when the
creative self increased, personal accomplishment increased. The other factors that served
as independent variables (coping self, social self, essential self, physical self, and
context/life satisfaction scale) did not have a significant influence on personal
accomplishment. There was not a significant relationship between the third dependent
variable, depersonalization, and any of the independent variables. Although two
independent variables were significantly related to burnout, three of the independent
variables were not significant; therefore, the results only partially supported the second
hypothesis.
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Implications for Teacher Burnout and Wellness
Burnout. The results of this study indicated that a number of teachers in this
sample reported characteristics of burnout at the time of testing according to the Maslach
Burnout Inventory-Educator Survey (MBI-ES), particularly emotional exhaustion.
Although the mean for the population was in the low range of moderate emotional
exhaustion, over 50% of the teachers scored in the moderate and high ranges. The results
from this study were similar to other research in burnout which has found that on
average, teachers experience moderate emotional exhaustion, low report of reduced
personal accomplishment, and low levels of depersonalization (Maslach et al., 2010;
Oakes et al., 2013; Tatar & Yahav, 1999). Although the sample means were in the low
range for reduced personal accomplishment and reports of depersonalization, a number of
teachers reported moderate or high levels of reduced personal accomplishment (34.3%)
and depersonalization (16.7%). This data indicated that this sample of teachers varied in
the report of burnout occurrence across different dimensions, which suggests the need for
intervention in order to assist teachers who are affected.
Wellness. Although the Five-Factor Wellness Inventory (5F-WEL) does not
classify scores into reports of low, moderate, and high categories, this sample of teachers
on average reported higher levels of wellness than the sample of 3,343 participants
computed by Myers and Sweeney (2005) for total wellness, the five factors, context, and
life satisfaction. Significant amounts of variance in emotional exhaustion and personal
accomplishment were explained by total wellness; therefore, a comprehensive program
with the intention of assisting teachers in the implementation and maintenance of
wellness practices may benefit teachers in reducing burnout symptoms. This shift to a
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wellness perspective may be accomplished at the educational, vocational, and societal
levels. Teacher training programs, school systems, individual schools, and the community
are all vital participants in the creation, implementation, and maintenance of wellness
programs for teachers (Curry & O’Brien, 2012; Lauzon, 2003; Resnicow & Allensworth,
1996).
Demographic variables. Many researchers have found that teachers’
demographic variables influence the degree of burnout. For this study, teachers’ age,
years in the educational field, and grade level (PreK-5 or 6-12) were used as control
variables in analysis to determine if these variables affected reported burnout levels.
Although previous researchers have reported that these variables may be related to
teachers’ burnout levels (Griffith et al., 1999; Hughes, 2006; Johnson et al., 2005;
Maslach et al., 2001; Sass et al., 2012; Sezer, 2012; U.S. Department of Education,
2012), there were no significant differences for this population.
Influence of specific wellness factors. In addition to the influence of total
wellness in reducing the presence of burnout dimensions, this study examined the role of
specific wellness practices or beliefs in the manifestation of burnout in teachers according
to the Five-Factor Wellness Inventory (5F-WEL). The physical self factor was found to
significantly influence emotional exhaustion, while the creative self factor was found to
significantly influence personal accomplishment. These findings support those of
previous researchers that there exists an inverse relationship between wellness practices
and burnout (Curry & O’Brien, 2012; Griva & Joekes, 2003; Jepson & Forrest, 2006;
Kittel & Leynen, 2003; Maslach et al., 2001; Montgomery & Rupp, 2005; Pascual et al.,
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2003; Puig et al., 2012; Sann & Goethe, 2003; Shernoff et al., 2011; Stauffer & Mason,
2013; Sünbül, 2003; Tait, 2008).
Physical self factor. For this sample, teachers who reported higher wellness on
the physical self scale reported lower symptoms of emotional exhaustion. The physical
self consists of two second order factors related to self-care: exercise and nutrition
(Myers & Sweeney, 2005). Therefore, teachers who reported utilizing self-care strategies
were less likely to report symptoms of emotional exhaustion, which is defined as fatigue
due to emotional stress (Maslach et al., 2010). These findings support previous research
that there exists a relationship between self-care practices and reduced reports of stress
and burnout in teachers (Curry & O’Brien, 2012; Tait, 2008). Therefore, physical health
programs implemented by Coordinated School Health (CSH) at the school, district, and
community level may reduce the occurrence of burnout.
Creative self factor. For this sample, teachers who reported higher scores in
feelings of personal accomplishment also reported higher scores in the creative self factor
of wellness. This factor consists of five second order factors: thinking, emotions, control,
work, and positive humor (Myers & Sweeney, 2005). The creative self factor involves the
ability to develop and utilize personal characteristics to construct accurate interpretations
of events, form beneficial interactions in the environment, and make a positive impact on
others (Myers & Sweeney, 2005). Elements of the creative self factor have been found to
reduce the incidence of teacher burnout. Researchers have found that work environment
(Montgomery & Rupp, 2005; Shernoff et al., 2011; Stauffer & Mason, 2013),
occupational commitment (Jepson & Forrest, 2006), job engagement (Maslach et al.,
2001), and meaningfulness (Griva & Joekes, 2003; Kittel & Leynen, 2003; Pascual et al.,

60

2003; Sann & Goethe, 2003) may provide mitigating factors from teacher stress and
burnout. Researchers have also found that teachers with an internal locus of control
(Sünbül, 2003), problem-solving capabilities (Tait, 2008), and the ability to control
negative emotional responses such as dissatisfaction, anxiety, and depression
(Montgomery & Rupp, 2005) were less likely to experience detrimental effects of stress
and burnout.
Coping self, social self, and essential self factors. Three factors of wellness were
not significantly related to any of the burnout dimensions for the participants in this
study: coping self, social self, and essential self. However, other researchers have found
that elements of these factors were related to burnout in other populations. Researchers
have found that task-oriented coping (Griva & Joekes, 2003) and social support (Griva &
Joekes, 2003; Kittel & Leynen, 2003) reduced the incidence of burnout in teacher
populations. Other researchers have found that the essential self was negatively related to
feelings of incompetence, a dimension on the Counselor Burnout Inventory (CBI; Lee et
al., 2007; Puig et al., 2012) that is similar to the personal accomplishment scale of the
Maslach Burnout Inventory (MBI; Maslach et al., 2010). The significance levels for this
current study may have been affected by limitations due to sample size and the
population under investigation.
Implications for School Counselors
The professional school counselor serves as an integral team member of the
Coordinated School Health (CSH) program, which focuses on promoting teacher
wellness among many other tasks (Resnicow & Allensworth, 1996). The CSH team may
assist teachers in improving wellness practices through various activities such as exercise
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programs, healthy nutrition initiatives, weight loss contests, and presentations on specific
areas of concern. More specifically, school counselors may be able to assist teachers in
decreasing burnout levels and increasing wellness practices through the implementation
of additional programs and interventions at the school level. Assisting teachers in this
area is important because reduced teacher stress and burnout may improve studentteacher relationships (Klem & Connell, 2004; Yoon, 2002), decrease student discipline
issues (Yoon, 2002), and improve academic achievement for students (Klem & Connell,
2004).
Although researchers have proposed that school counselors function as integral
consultants in the educational environment for assisting the teachers in reducing stress
(Moracco & McFaden, 1982), the majority of research on school counselors serving in a
consultant capacity is dated (Deck, 1992; Fall, 1995; Harwood, 1993; Hawes, 1989;
Kurpius & Rozecki, 1992; Otwell & Mullis, 1997; West & Idol, 1993). More recent
research on school counselors serving in the role of consultants has focused on the
usefulness of specific counseling theories and techniques in working with teachers such
as individual psychology (Brigman & Webb, 2008), developmental counseling,
(Clemens, 2007), and rational emotive behavior therapy (REBT; Warren, 2013). The
argument for more direct services using counseling theory demonstrates the usefulness of
school counselors in providing assistance to teachers in lowering burnout and increasing
wellness.
Services may be implemented through a three-tiered model of intervention,
similar to the Response to Instruction and Intervention (RTI2) model utilized in schools to
assist students in achieving academic goals (TN Department of Education, 2015).
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Primary intervention addresses the whole group, secondary intervention provides services
to identified small groups, and tertiary intervention addresses individual needs
(Doughtery, 2009). The primary tier would provide psychoeducation to all teachers, the
secondary tier would provide consultation services to identified teachers, and the tertiary
tier would provide direct services as needed to individual teachers (Doughtery, 2009).
Primary intervention. In using the three-tiered model, all teachers will receive
primary intervention through training and support. Group inservice training on the signs
of stress and burnout, methods of reducing stress, and the various areas that comprise a
holistic model of wellness, especially the importance of self-care and mindfulness, may
serve as precautionary measures to assist all teachers (Lanieri et al., 2011; Larrivee, 2012;
Moracco & McFadden, 1982; Resnicow & Allensworth, 1996; Roscoe, 2009). Teachers
may benefit from taking the Five-Factor Wellness Inventory (5F-WEL) and Maslach
Burnout Inventory-Educator Survey (MBI-ES) after the inservice training (Curry &
O’Brien, 2012). The school counselor will score the instruments and provide suggested
activities or interventions for each individual teacher based on the results (Curry &
O’Brien, 2012; Myers et al., 2000). This will be handled in a confidential manner with a
third party maintaining a list of teachers’ names and codes. The school counselor will
identify individuals through the anonymous codes and provide the third party with sealed
results and suggestions to deliver to the teachers. Primary intervention will continue
throughout the year which may help teachers maintain and improve wellness practices
and reduce the manifestation of burnout. The school counselor will assist the Coordinated
School Health (CSH) leader in implementing and encouraging wellness programs and
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disseminate information to teachers through various medias such as flyers, internet
resources, and presentations.
Secondary intervention. Teachers identified as having elevated levels of burnout
at any point in the year may benefit from more intensive secondary interventions. The
school counselor may assist teachers in reducing stress levels by identifying and
modifying student discipline issues as well as teaching educators active listening skills to
improve communication with students, parents, and coworkers (Clemons, 2007; Hawes,
1989). Another method to address particular concerns is teacher-leader facilitated small
groups, which will be developed and implemented by the school counselor (ASCA, 2005;
Lauzon, 2003). The topics of these groups will be specifically geared toward needs
identified through the survey instruments; however, considering the results of this study,
teachers may benefit from the use of techniques from Albert Ellis’s rational emotive
behavior therapy (REBT) in helping teachers gain perspective on wellness
implementation and dispute thoughts, feelings, and behaviors that may lead to burnout
(Doughtery, 2009; Ellis & Dryden, 1997; Maslach et al., 2001; Moracco & McFadden,
1982; Warren, 2013). Since the data from the survey at the beginning of the year would
be anonymous, teachers would elect to participate based upon the suggestions they obtain
with their survey results from the school counselor.
Tertiary intervention. At mid-year, it may be beneficial for teachers to retake the
Five-Factor Wellness Inventory (5F-WEL) and Maslach Burnout Inventory-Educator
Survey (MBI-ES) to monitor their progress (Curry & O’Brien, 2012). Any teachers
experiencing detrimental burnout levels or decreased wellness practices may benefit from
tertiary interventions such as the development of an individual wellness plan (Curry &
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O’Brien, 2012) or individual services with a qualified professional (Lauzon, 2003). The
school counselor may assist in the development of the wellness plan, explain the general
process of counseling, and provide a list of licensed professionals covered by insurance
as well as other private pay licensed professionals. In some situations, the school
counselor may need to assist a teacher whose vocational or personal stress has caused a
state of crisis. In this situation, the school counselor will use crisis counseling techniques
to assist the teacher in returning to a state of equilibrium (James & Gilliland, 2013). At
this point, the counselor will provide direct services to the teacher in an emergency
situation, not an ongoing counseling relationship. After the teacher reaches stabilization,
the school counselor will provide the teacher with information regarding available crisis
or counseling services in the community.
Implications for Other Stakeholders
Other stakeholders in the teachers’ community, school, and family may assist
teachers in lowering burnout levels and increasing wellness practices. The American
School Counselor Association (ASCA, 2005) states that school counselors provide
indirect services to students through providing services to teachers such as the
psychoeducation, consultation, and direct services described in this study. In order to
complete this task, school counselors require the support of school and district
administrators. Additionally, teachers have reported that support from others is beneficial
in initiating and continuing wellness practices and decreasing burnout (Burchielli &
Bartram, 2006; Curry & O’Brien, 2012; Erickson & Gillespie, 2000). Support may be
obtained from a variety of sources; school systems, schools, administrators, coworkers,
family members, and the community may be influential in helping teachers have the
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resources, time, and encouragement they need in order to improve wellness and reduce
burnout (Burchielli & Bartram, 2006; Curry & O’Brien, 2012; Erickson & Gillespie,
2000).
In addition to support, programs and incentives may increase the likelihood that
teachers will implement and maintain wellness practices (Erickson & Gillespie, 2000).
Reduced health insurance premiums for teachers who achieve health goals such as weight
loss, lowered cholesterol, and smoking cessation would provide monetary reward.
System-wide team contests for weight loss or exercise with rewards that are wellness
focused such as an extra day of personal leave for a complimentary spa day would
provide incentive as well as support. The implementation of resources would assist
teachers in achieving successfulness in these programs: lowered fee or free fitness club
memberships, free childcare with homework help during self-care time, encouragement
of work-free lunch time and collaboration with other professionals, the presence of a
quiet meditation area on school grounds, community fresh food markets, and healthy
recipe exchange. Since researchers have found that teachers view wellness as a personal
construct (Lauzon, 2003), these incentives need to be individually tailored to meet the
specific needs of every teacher.
Limitations
The generalizability of these results is limited due to the characteristics of the
population and the design of the study. The results of this study provide a measure of the
relationship between burnout and wellness factors for this group of educators at this point
in time; therefore, the results do not allow for causal attributions. The survey was given
in the spring at the end of the school year which was possibly an elevated time of stress
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for teachers due to high stakes achievement tests, end of course exams, likelihood of
increase in student misbehavior, and the culmination of the year’s responsibilities and
activities. The small sample size may not be representative of the national population of
teachers, especially considering geographical locale, ethnicity, and socioeconomic status
of the students. Also, the small sample size did not allow for a thorough analysis of all
data provided through the Five-Factor Wellness Inventory (5F-WEL). I did not analyze
the 17 second order factors, and I collapsed the life satisfaction item and context scale
into one variable in order to reduce the number of variables in the regression analysis.
Additionally, teachers may have selected or declined participation in the study based on
unidentified personal factors that influenced outcome data. Longitudinal studies using a
sampling of various populations would provide a more accurate portrayal of the
phenomenon of wellness and burnout among teachers.
Suggestions for Future Research
More comprehensive results may be obtained through longitudinal surveys of
various teacher populations. Concurrent research of populations from various
geographical regions and student socioeconomic levels from rural, suburban, and urban
schools may provide a more comprehensive view of the phenomenon. Surveying teachers
at several points during the school year would determine the existence of any interaction
between time of school year, burnout levels, and wellness beliefs and practices. Also, the
implementation of wellness improvement strategies using a pretest/posttest design with a
control group would indicate the level of effectiveness of the implemented wellness
program in reducing burnout. Future research in this area will continue to expand the
current knowledge base concerning wellness as an ameliorating influence for burnout.
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